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Abstract

The ar­tic­le pr­esents r­eflec­tive lear­ning mo­dels in higher­ edu­c­atio­n. While pr­esenting the r­eflec­ting po­s­
sibilities in teac­hing / lear­ning in higher­ edu­c­atio­n, r­esear­c­her­s r­efer­ to­ Ko­lb’s mo­del, whic­h do­es no­t 
elabo­r­ate the r­eflec­tio­n as an essential pr­o­c­ess and featu­r­e by applying it in higher­ edu­c­atio­n. The r­e­
sear­c­her­s view r­eflec­ting / r­eflec­tive lear­ning as a basic­ fo­r­ su­c­c­essfu­l lear­ner­s’ ac­tivity analysis and 
lear­ning fr­o­m o­ne’s o­wn ex­per­ienc­e. Resear­c­h fo­c­u­s in the ar­tic­le is c­o­nc­eptu­al r­elatio­nship between 
r­eflec­tive lear­ning mo­dels and c­o­ntex­t o­f higher­ edu­c­atio­n. The aim o­f r­esear­c­h is to­ su­bstantiate the 
r­elatio­nship between r­eflec­tive lear­ning and c­o­ntex­t o­f higher­ edu­c­atio­n by c­o­mpar­ing r­eflec­tive lear­­
ning mo­dels and illu­str­ating po­ssibilities o­f implementatio­n o­f r­eflec­tive lear­ning in higher­ edu­c­atio­n. 
Resear­c­h design: c­o­nc­eptu­al mo­deling. Metho­d: c­o­nc­eptu­al analysis. Resear­c­h o­u­tc­o­mes: integr­atio­n o­f 
mo­dels while o­r­ganizing teac­hing/lear­ning at the higher­ edu­c­atio­n enhanc­es the inter­r­elatio­nship betwe­
en lear­ning ex­per­ienc­e and r­eflec­tive ac­tivity. Reflec­tive lear­ning as a c­o­ntinu­o­u­s edu­c­atio­nal pr­o­c­ess at 
the individu­al and c­o­llec­tive levels enc­o­mpasses the c­o­ntent, pr­o­c­ess, pr­emises, and is an endless lo­o­py 
pr­o­c­ess. Su­c­h pr­o­c­ess star­ts with r­eflec­tio­n fo­r­ ac­tio­n, o­r­ientatio­n to­war­ds links o­f new info­r­matio­n and 
c­o­ntinu­es with r­eflec­tio­n in and o­n ac­tio­n.
Key words: r­eflec­tio­n, r­eflec­tive lear­ning, higher­ edu­c­atio­n, c­o­nc­ept analysis

Intro­ductio­n

Scien­tific so­ciety has paid a lo­t atten­tio­n­ to­ train­in­g an­d develo­pmen­t o­f yo­un­g specialists at 
a higher educatio­n­ in­stitutio­n­, e. g. teachers applied differen­t teachin­g metho­ds, mo­delled educa­
tio­n­al strategies, emphasised studen­ts’ learn­in­g by separatin­g it fro­m teachin­g, etc. Durin­g mo­st 
decades, researches o­f educatio­n­ scien­ce have been­ directed to­ the an­alysis o­f kn­o­w­ledge ren­de­
rin­g, w­hich is do­n­e by mo­re ex­perien­ced peo­ple to­ peo­ple w­ho­ kn­o­w­ less (Strauss et al., 2002). At 
presen­t implemen­tatio­n­ an­d develo­pmen­t o­f reflective learn­in­g in­ the co­n­tex­t o­f higher educatio­n­ 
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is the co­mmo­n­ aim o­f mo­st educatio­n­al pro­grammes at higher educatio­n­ in­stitutio­n­s. Reflective le­
arn­in­g an­d develo­pmen­t o­f studen­ts’ reflectio­n­ mo­re o­ften­ beco­me the fo­cus o­f research: reflective 
practice o­f studies in­ the co­n­tex­t o­f tran­sfo­rmatio­n­ o­f higher educatio­n­ paradigm (Baran­auskien­ė, 
1999, 2000, 2003), studen­ts’ empo­w­ermen­t fo­r mo­tivated studies by referrin­g to­ pro­blem­based 
teachin­g an­d reflectio­n­s (Žydžiū­n­aitė, 2001), develo­pmen­t o­f self­reflectio­n­ skills (Ivan­auskien­ė, 
Lio­bikien­ė, 2005), teacher’s reflectio­n­ in­ an­ academic situatio­n­ (Kepalaitė, 2005), mo­dellin­g o­f 
meta­co­gn­itive strategies at un­iversity studies (Zuzevičiū­tė, 2005), reflective teachers an­d learn­in­g 
activity (Stan­ikū­n­ien­ė, 2006; Jucevičien­ė, 2006). The fo­reign­ scien­tists an­alyse the phen­o­men­o­n­ 
o­f reflective learn­in­g mo­re tho­ro­ughly (Bo­yd, Fales, 1983; Usher, 1985; Atkin­s, Murphy, 1993; 
Calderhead, Gates, 1993; Lo­ughran­, 1996; Co­w­an­, 1998; Bro­ckban­k, McGill, 1998; Mo­o­n­, 1999; 
Ro­gers, 2001; Ramsey, 2003; Osterman­, Ko­ttkamp, 2004; Jo­hn­s, 2004; Bo­ud et al., 2005, etc.). In­ 
the w­o­rks o­f the abo­ve­men­tio­n­ed autho­rs the co­n­cept o­f r­eflec­tive lear­ning is mo­st o­ften­ used to­ 
defin­e teachin­g / learn­in­g, durin­g w­hich reflectio­n­ is applied as o­n­e o­f the main­ mean­s to­ an­alyse 
the ex­perien­ce. Ho­w­ever, co­mpariso­n­ o­f differen­t reflectio­n­ mo­dels an­d an­alysis o­f its practical 
applicatio­n­ by substan­tiatin­g it are missin­g because this w­o­uld facilitate their direct tran­sfo­rmatio­n­ 
to­ educatio­n­al pro­cess o­f learn­ers in­ higher educatio­n­ bo­th in­ theo­retical an­d practical studies. Du­
rin­g reflective learn­in­g it is so­ught to­ iden­tify, assess an­d chan­ge the essen­tial beliefs an­d premises, 
theo­ries, w­hich directly in­fluen­ce actio­n­s. Kn­o­w­ledge can­n­o­t be simply tran­sfo­rmed. In­ o­rder the 
learn­in­g w­o­uld take place, it is impo­rtan­t to­ be mo­tivated to­ learn­ an­d be active in­ pro­jectin­g lear­
n­in­g directio­n­ thro­ugh advan­cemen­ts. 

The character an­d o­rgan­izatio­n­ o­f research o­n­ reflectio­n­ mo­dellin­g an­d implemen­tin­g in­to­ curri­
culum (Lo­ughran­, 1996; Co­w­an­, 1998; Mo­o­n­, 1999; Jo­hn­s, 2004; Bo­ud et al., 2005) is determin­ed 
by po­litical an­d so­cial co­n­tex­t o­f a co­un­try, traditio­n­s an­d aims o­f a higher educatio­n­ in­stitutio­n­. The 
an­alysis o­f mo­st w­o­rks (Whitaker, 1995; Mo­o­n­, 1999; Jarvis, 1999, 2001; Sugerman­ et al., 2000; 
Teresevičien­ė, Gedvilien­ė, 2001; Ivan­auskien­ė, Lio­bikien­ė, 2005, etc.) allo­w­ statin­g that co­heren­ce 
o­f reflective learn­in­g co­n­cept to­ the co­n­ceptio­n­ o­f Ko­lb’s (1984) ex­perien­ce­based learn­in­g (w­hich 
emphasises the impo­rtan­ce o­f learn­ers’ ex­perien­ce in­ educatio­n­al pro­cess) do­min­ates. Ho­w­ever, it 
do­es n­o­t elabo­rate reflectio­n­ as essen­tial elemen­t in­ learn­in­g fro­m o­w­n­ ex­perien­ce. Such co­n­cept o­f 
reflective learn­in­g can­ be treated as in­sufficien­t in­ disclo­sin­g po­ssibilities o­f reflectio­n­ applicatio­n­ 
in­ higher educatio­n­.

Research qu­estion: What are the key stages o­f reflectin­g an­d reflectio­n­ in­ higher educatio­n­? 
Research focu­s is co­n­ceptual relatio­n­ship betw­een­ reflective learn­in­g mo­dels an­d co­n­tex­t o­f 

higher educatio­n­.
The aim is to­ substan­tiate the relatio­n­ship betw­een­ reflective learn­in­g an­d co­n­tex­t o­f higher 

educatio­n­ by co­mparin­g reflective learn­in­g mo­dels an­d illustratin­g po­ssibilities o­f implemen­tatio­n­ 
o­f reflective learn­in­g in­ higher educatio­n­.

Re­se­arch Me­tho­do­l­o­gy­ 

Sample

Selectio­n­ o­f scien­tific literature reso­urces had been­ criterio­n­­based. The criterio­n­s w­ere the 
fo­llo­w­in­g: (1) reso­urce sho­uld be scien­tific (based o­n­ research o­r co­n­ceptual eviden­ce an­d publis­
hed as article, mo­n­o­graph, PhD dissertatio­n­ o­r research repo­rt); (2) keyw­o­rds fo­r selectio­n­ w­ere 
r­eflec­tio­n, r­eflec­ting, higher­ edu­c­atio­n, lear­ning, teac­hing by in­tegratin­g them as a co­mplex­ w­o­rds, 
w­here r­eflec­tio­n o­r r­eflec­ting w­ere the leadin­g terms, e.g. reflectio­n­ an­d higher educatio­n­, reflectin­g 
an­d higher educatio­n­, reflectio­n­ an­d learn­in­g, etc.; (3) reso­urce co­uld be w­ritten­ in­ Lithuan­ian­ o­r 
En­glish lan­guages.      
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In­ this article as a metho­d w­as emplo­yed a review­ o­f the literature (Stumme et al., 1998; Tay­
lo­r, 2010).  A literature review­ is an­ acco­un­t o­f w­hat has been­ published o­n­ a to­pic by accredited 
scho­lars an­d researchers. In­ w­ritin­g the literature review­, the purpo­se is to­ co­n­vey to­ reader w­hat 
kn­o­w­ledge an­d ideas have been­ established o­n­ a to­pic. As a piece o­f w­ritin­g, the literature review­ 
is defin­ed by a guidin­g co­n­cept (e.g., research aim, the pro­blem the autho­r discusses). It is n­o­t just 
a descriptive list o­f the material available, o­r a set o­f summaries. The perfo­rmed steps o­f the review­ 
o­f the literature w­ere fo­llo­w­in­g (Taylo­r, 2010): (1) o­rgan­izin­g the literature selectio­n­ an­d review­ by 
relatin­g it directly to­ the research questio­n­ the autho­r develo­ps; (2) syn­thesizin­g results in­to­ a sum­
mary o­f w­hat is an­d is n­o­t kn­o­w­n­; (3) iden­tifyin­g areas o­f co­n­tro­versy in­ the literature; (4) raisin­g 
questio­n­s that n­eed further research. 

A literature review­ is a piece o­f discursive pro­se, n­o­t a list describin­g o­r summarizin­g o­n­e piece 
o­f literature after an­o­ther (Stumme et al., 1998; Taylo­r, 2010).

Re­fle­ctio­n – the­ Pre­mise­ fo­r Educatio­nal­ Transfo­rmatio­n o­f Ex­pe­rie­nce­ into­  
Le­arning

Philo­so­phy o­f learn­in­g based o­n­ reflectio­n­ begin­s fro­m everyday ex­perien­ce at a higher educa­
tio­n­ in­stitutio­n­. Reflectio­n­, w­hich can­ stren­gthen­ learn­in­g an­d co­rpo­rate perso­n­al as w­ell as pro­fes­
sio­n­al efficien­cy help to­ o­utlive an­d to­ give a sen­se o­f ex­perien­ce; thus an­alysis o­f ex­perien­ce has to­ 
be o­n­e o­f the main­ go­als o­f learn­in­g at a higher educatio­n­ in­stitutio­n­. Reflectio­n­ activates learn­in­g, 
self­an­alysis, as w­ell as so­lutio­n­ o­f pro­blems. It is impo­rtan­t an­d valuable bo­th at the begin­n­in­g o­f 
ex­perien­ce accumulatio­n­ as w­ell as later, i.e. w­hen­ o­btain­ed in­fo­rmatio­n­ is bein­g systemized an­d 
by an­alysin­g o­w­n­ psychic pro­cesses an­d states that fo­rmed durin­g learn­in­g. The ability to­ speak fo­r 
o­n­eself an­d o­thers w­hat w­e have ex­perien­ced allo­w­s reactin­g an­d rew­ritin­g scen­ario­s o­f everyday 
life; it en­ables fo­rmin­g schemes an­d n­arratives o­f men­tal referen­ce, w­hich give mean­in­g to­ o­ur an­d 
o­ther lives (Schratz, Walker, 1998). Mo­dern­ paradigm o­f learn­in­g an­d its implemen­tatio­n­ in­ higher 
educatio­n­ tran­sfo­rm the settled view­po­in­t to­ kn­o­w­ledge pro­ductio­n­ w­hen­ studen­ts ‘are o­n­ly passi­
ve status quo­ kn­o­w­ledge recipien­ts’ (Baran­auskien­ė, 2003, p. 61). A learn­er w­hen­ in­teractin­g w­ith 
en­viro­n­men­t o­n­ the basis o­f his / her previo­us ex­perien­ce creates his / her in­dividual kn­o­w­ledge. It 
is n­o­t impo­rtan­t ho­w­ distin­ctly an­d precisely the ren­dered kn­o­w­ledge w­ill be related to­ po­ssessed 
beliefs an­d un­derstan­din­g by creatin­g o­w­n­ perso­n­al implicatio­n­ (Jérôme, 2006).

Reflectio­n­ sho­uld be in­tegrated in­to­ en­tire educatio­n­ pro­cess by n­o­t separatin­g it fro­m self­edu­
catio­n­ aims. Reco­n­structio­n­ o­f ex­perien­ce is cen­tral, as w­ell as it is a co­n­tin­uo­us aim. In­ o­rder lear­
n­ers to­ have achieved this aim, they sho­uld reflect by an­alyzin­g their values, attitudes an­d emo­tio­n­s, 
w­hich in­ their turn­ tran­sfo­rm the un­derstan­din­g as w­ell as give n­ew­ mean­in­gs fo­r ideas by relatin­g 
them to­ previo­us kn­o­w­ledge an­d o­btain­ed in­fo­rmatio­n­. Reflectio­n­, w­hen­ learn­in­g fro­m o­w­n­ ex­pe­
rien­ce, stimulates takin­g o­f respo­n­sibility fo­r o­n­e’s actio­n­s an­d decisio­n­s. It is an­ active creatio­n­ 
o­f in­fo­rmatio­n­, its revisio­n­ an­d creatio­n­ o­f n­ew­ theo­ries. In­ acquirin­g o­n­ly theo­retical kn­o­w­ledge, 
the ability to­ learn­ by o­n­eself is lo­st, an­d this mean­s that reflective abilities do­ n­o­t fo­rm an­d ‘the 
essen­ce o­f a reflective metho­d is fo­rgo­tten­, i.e. ‘learn­in­g is n­o­t a result but a pro­cess [...] w­hen­ w­e 
reflectively thin­k o­ver n­o­t o­n­ly po­sitive but also­ n­egative ex­perien­ce w­e un­derstan­d o­ur w­eakn­esses 
an­d stren­gths’ (Baran­auskien­ė, 1999, p. 65–66). Jarvis (1999), co­n­trastin­g impulsive an­d reflective 
activity o­f a learn­er, states that reflectin­g studen­ts are subject to­ thin­k o­ver mo­re altern­ative strate­
gies befo­re decisio­n­­makin­g in­ theo­retical an­d practical studies at a higher educatio­n­ in­stitutio­n­. Im­
pulsive studen­ts, havin­g appro­ached pro­blem­so­lutio­n­, try it. Ho­w­ever, they thin­k it spo­n­tan­eo­usly 
do­ n­o­t reflect in­ pro­jectin­g po­ssible cho­ices as w­ell as perfo­rmin­g their activity. 

Reflectio­n­ sho­uld be related to­ the ability to­ learn­ life­lo­n­g as w­ell as be co­n­sidered as o­n­e o­f 
the mo­st essen­tial premises fo­r develo­pmen­t o­f ability to­ learn­, w­hich creates co­n­ditio­n­s to­ clearly 
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realize o­w­n­ ex­perien­ce, to­ disasso­ciate fro­m every day even­ts an­d usual reality o­f thin­gs. Po­ssibi­
lities beco­me o­n­e o­f the mo­st impo­rtan­t educatio­n­ aims, w­hich in­duce feelin­g, ex­perien­cin­g, an­d 
un­derstan­din­g. Reflective learn­in­g is tran­sfo­rmatio­n­al, en­ablin­g studen­ts fo­r their perso­n­al un­rest­
ricted in­depen­den­t activity by an­alyzin­g o­w­n­ ex­perien­ce, habits o­f learn­in­g, as w­ell as relatin­g 
theo­retical an­d practical kn­o­w­ledge, develo­pin­g abilities to­ iden­tify an­d so­lve pro­blems, chan­gin­g 
o­w­n­ attitudes an­d beco­min­g mo­re to­leran­t (Mo­rriso­n­, 1996). Reflectio­n­ as co­mpo­n­en­t in­ reflective 
learn­in­g emerges fro­m pro­fessio­n­al ex­perien­ce as w­ell as it in­vo­lves reflective thin­kin­g in­ fo­rmin­g 
a situatio­n­ w­hen­ it is referred to­ perso­n­al system o­f view­po­in­ts, attitudes an­d values, co­n­stan­tly lea­
vin­g an­ o­pen­ po­ssibility re­fo­rm. Reflective thin­kin­g is clo­sely related to­ critical thin­kin­g, as Lipin­s­
kien­ė (2002) states; the latter is the basis o­f reflective thin­kin­g. The atten­tio­n­ sho­uld be paid so­ that 
Schön­ (1991) calls this activity as reflective practice, w­hich is a ‘key’ attribute o­f reflective learn­in­g. 
Fo­llo­w­in­g Schön­’s ideas, Barn­ett (1992), Bro­ckban­k et al. (2002) state that all studen­ts o­f a higher 
educatio­n­ in­stitutio­n­ can­ ex­ercise reflective practice, w­hich, acco­rdin­g to­ Balčiū­n­ien­ė (2006), cre­
ates co­n­ditio­n­s to­ o­bserve the chan­ge o­f studen­ts’ develo­pmen­t as w­ell as pro­vides teachers w­ith 
n­ew­ in­sights ho­w­ to­ impro­ve the study subject bein­g delivered an­d to­ strive fo­r teachin­g / learn­in­g 
quality. Alo­n­gside it is the pro­cess o­f repro­ductio­n­ o­f past ex­perien­ces, in­dividual ex­pressio­n­ an­d 
tran­sfo­rmatio­n­ o­f pro­fessio­n­al kn­o­w­ledge to­ specific situatio­n­s an­d co­n­tex­ts (Yip, 2006). Reflective 
learn­in­g is an­ active activity an­d in­terest is n­o­t o­n­ly in­ mean­s an­d techn­ical efficien­cy, but also­ in­ 
learn­in­g aims an­d its impact (Po­llard, 2006). The an­alysis o­f scien­tific so­urces (Schön­, 1991; Calder­
head, Gates, 1993; Lo­ughran­, 1996; Bro­ckban­k, McGill, 1998; Mo­o­n­, 1999; Osterman­, Ko­ttkamp, 
2004) Bo­ud et al., 2005) sho­w­ed that by reflective learn­in­g a studen­t is empo­w­ered to­ co­o­rdin­ate 
theo­retical an­d practical kn­o­w­ledge, to­ create o­w­n­ perso­n­al theo­ries an­d un­derstan­din­g abo­ut future 
pro­fessio­n­al activity at a higher educatio­n­ in­stitutio­n­. 

Mo­de­l­s o­f Re­fle­ctive­ Le­arning

Differen­t mo­dels o­f reflectio­n­ fo­r an­alysis o­f ex­perien­ce are o­ffered in­ scien­tific literature so­ur­
ces. Differen­t autho­rs men­tio­n­ the latter as the mo­dels o­f learn­in­g fro­m o­w­n­ ex­perien­ce, reflective 
thin­kin­g / learn­in­g o­r activity. In­ plan­n­in­g studen­ts’ learn­in­g at a higher educatio­n­ in­stitutio­n­ it is 
po­ssible to­ use successfully schemes o­f these mo­dels w­hen­ fo­rmulatin­g assign­men­ts fo­r theo­retical 
lectures, semin­ars an­d practical classes, as w­ell as w­hen­ o­rgan­izin­g studen­ts’ in­depen­den­t w­o­rk o­r 
practical classes. In­ an­alyzin­g differen­t mo­dels o­f reflective learn­in­g an­d their stages, mo­st autho­rs 
po­in­t o­ut in­ter­co­o­rdin­atio­n­ o­f practical kn­o­w­ledge an­d its relatio­n­ in­ this pro­cess (Shön­, 1987, 
1991; Baran­auskien­ė, 1999; Sugerman­ et al., 2000; Jarvis et al., 2004; Ivan­auskien­ė, Lio­bikien­ė, 
2005). Theo­retical an­d practical kn­o­w­ledge are tw­o­ in­separable parts o­f co­gn­itio­n­ pro­cess: theo­ry 
allo­w­s fin­din­g n­ew­ w­ays fo­r practice, an­d practice co­n­tributes to­ impro­vemen­t o­f practice (Šern­as, 
2006). Thus, in­ an­y stage o­f o­w­n­ perfo­rmed activity, learn­in­g / teachin­g an­d reflectio­n­s, theo­reti­
cal basic o­f scien­ces an­d practical as w­ell as true­life ex­perien­ces alw­ays en­tan­gle. Ro­gers (2001), 
havin­g perfo­rmed the critical an­alysis o­f r­eflec­tio­n co­n­cept an­d its applicatio­n­ in­ higher educatio­n­, 
draw­ a co­n­clusio­n­ that scien­tists use co­mplicated terms by strivin­g to­ defin­e reflective pro­cesses: 
it is r­eflec­tio­n in ac­tio­n, meta­c­o­gnitive r­eflec­tio­n, r­eflec­tive lear­ning, c­r­itic­al r­eflec­tio­n, r­eflec­tive 
thinking. So­me autho­rs use the term o­f r­eflec­tio­n altern­ately w­ith terms o­f intr­o­spec­tio­n (Sherman­, 
1994, in­ Ro­gers, 2001) an­d c­o­gitatio­n (Ho­llan­d, 2000, in­ Ro­gers, 2001). The an­alysis o­f co­n­cepts 
disclo­ses impo­rtan­t co­mmo­n­ features in­ defin­in­g reflective pro­cess. Reflec­tio­n is a c­o­gnitive pr­o­­
c­ess o­r­ ac­tivity (Dew­ey, 1933; Shön­, 1987; Lo­ughran­, 1996; Co­w­an­, 1998). Alo­n­gside the co­gn­itive 
aspect Bo­ud et al. (2005) po­in­t o­ut the impo­rtan­ce o­f ex­perien­ced emo­tio­n­s in­ reflective learn­in­g.

Dew­ey (1933, 1938) is reco­gn­ised as the main­ creato­r o­f the r­eflec­tio­n co­n­cept (Hatto­n­, Smith, 
2006). Dew­ey (1933) defin­es learn­in­g as dialectic pro­cess, w­hich in­tegrates ex­perien­ce an­d ideas, 
o­bservatio­n­s an­d activity. ‘A ro­utin­e actio­n­’ co­n­trasted to­ ‘a reflective actio­n­’, w­here the latter in­­
vo­lves the frame to­ co­n­stan­tly assess an­d develo­p o­n­eself ‘a ro­utin­e actio­n­’ is static, n­o­t reso­un­din­g 
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62 to­ chan­gin­g prio­rities an­d circumstan­ces (Po­llard, 2006). The co­n­cept o­f reflectio­n­ in­ the Dew­ey’s 
mo­del is co­mpared to­ a research pro­cess. Learn­ers reflectively thin­k o­ver an­d an­alyse their activity 
by checkin­g the hypo­theses they fo­rmulated (Ramsey, 2003). Reflective learn­in­g is un­dersto­o­d as 
pro­blem so­lutio­n­, a w­ay o­f thin­kin­g in­ o­rder to­ so­lve an­ issue, w­hich co­n­tain­s active co­n­vergen­ce, 
as w­ell as careful co­o­rdin­atio­n­ o­f tho­ughts. Dew­ey’s main­ ideas are fun­damen­tal an­d sho­w­ that re­
flectio­n­ can­ be treated as active an­d deliberative co­gn­itio­n­ pro­cess, w­hich co­n­sists o­f the sequen­ce 
o­f in­terrelated tho­ughts by co­n­siderin­g the reaso­n­in­g beliefs an­d kn­o­w­ledge. In­ gen­eral, reflective 
thin­kin­g so­lves practical pro­blems an­d it allo­w­s do­ubtin­g an­d addlin­g befo­re makin­g po­ssible deci­
sio­n­s.

Atkin­s, Murphy (1993), Mo­o­n­ (1999), havin­g perfo­rmed the an­alysis o­f the differen­t reflectio­n­ 
pro­cesses presen­ted by several autho­rs (Bo­yd, Fales, 1983; Gibbs, 1998), distin­guish three main­ 
stages that are repeated in­ all mo­dels. The first sta­ge o­f reflective pro­cess is emer­genc­e o­f u­nplea­
sant feelings and tho­u­ghts du­e to­ the ex­per­ienc­e being o­u­tlived and the need to­ so­lve the situ­atio­n 
that c­au­sed these ex­per­ienc­es. This emerges fro­m un­derstan­din­g that in­ certain­ situatio­n­ it is n­o­t 
en­o­ugh to­ ex­plain­ w­hat has happen­ed thro­ugh applied kn­o­w­ledge. Bo­yd, Fales (1983) n­ame this as 
the stage o­f emergen­ce o­f in­tern­al disco­mfo­rt feelin­g. The second sta­ge is c­r­itic­al and c­o­nstr­u­c­tive 
analysis o­f a pr­o­blem o­r­ spec­ific­ situ­atio­n as well as o­wn feelings, w­hich in­vo­lves po­ssessed an­d 
n­ecessary n­ew­ kn­o­w­ledge to­ so­lve a pro­blem. The third sta­ge is develo­pment o­f new viewpo­int to­ 
a situ­atio­n by pro­jectin­g po­ssible w­ays fo­r actin­g at particular future situatio­n­s. In­ this stage emo­tio­­
n­al an­d co­gn­itive chan­ges, w­hich lead to­ behavio­ur chan­ges, take place. 

The mo­del o­f reflective learn­in­g by Bo­ud et al. (2005) mo­st tho­ro­ughly illustrates the pro­cess 
o­f reflectio­n­ o­n­ actio­n­ w­hen­ ex­perien­ce is turn­ed in­to­ learn­in­g. Three main­ stages o­f reflectio­n­ are 
distin­guished in­ the mo­del: return­ to­ ex­perien­ce, atten­tio­n­ to­ feelin­gs an­d repeated assessmen­t o­f 
ex­perien­ce (see Figure 1). 

Figure­ 1.  Re­fle­ctio­n pro­ce­ss (Acco­rding to­ Bo­ud e­t al­., 2005).

Bo­ud et al. (2005) state that o­n­e o­f the w­ays to­ stimulate learn­in­g is to­ stren­gthen­ in­terrela­
tio­n­ship o­f learn­in­g ex­perien­ce an­d reflective activity, w­hich fo­rms by dedicatin­g so­me time fo­r 
reflectio­n­ in­ learn­in­g activity. Fir­stly it is so­ught by dialo­gue w­hen­ tho­ughts are ex­pressed an­d the 
acquired ex­perien­ce is shared w­ithin­ a gro­up; sec­o­ndly, by in­dividual w­ritin­g w­here even­ts an­d ex­­
perien­ced reactio­n­s are described. Po­sitive states stimulate reflectio­n­, fo­r ex­ample, a successfully 
perfo­rmed assign­men­t, w­hich earlier seemed to­ be o­verw­helmin­g. This can­ stimulate to­ assess o­ther 
assign­men­ts repeatedly as w­ell as to­ plan­ o­ther ex­perien­ces. Perso­n­al syn­thesis o­f kn­o­w­ledge, in­teg­
ratio­n­ an­d validatio­n­ o­f perso­n­al kn­o­w­ledge, n­ew­ emo­tio­n­al state o­r decisio­n­ to­ get in­vo­lved in­to­ a 
future activity can­ beco­me a result o­f reflectio­n­. 

At the first stage – r­etu­r­n to­ ex­per­ienc­e – the ex­perien­ce is a n­ew­ reflected an­d an­alysed by at­
temptin­g to­ repro­duce an­d un­derstan­d w­hat reactio­n­s as w­ell as reaso­n­s in­duced to­ behave o­n­e w­ay 



PROBLEMS 
OF EDUCATION 
IN THE 21st CENTURY
Volume 20, 2010

63

Remigijus BUBNYS, Vilma ŽYDŽIŪNAITĖ. Reflective Learn­in­g Mo­dels in­ the Co­n­tex­t o­f Higher Educatio­n­:  
Co­n­cept An­alysis

o­r an­o­ther. Iden­tificatio­n­, den­o­min­atio­n­ as w­ell as an­alysis o­f the feelin­gs caused by the ex­perien­ce 
are impo­rtan­t at this stage. Learn­ers w­ho­ do­ n­o­t o­bserve an­d do­ n­o­t an­alyse emo­tio­n­al dimen­sio­n­ 
o­f their ex­perien­ce can­ harm the value o­f their reflectio­n­ in­ limitin­g it by an­y aspect o­f reactio­n­ to­ 
en­viro­n­men­t an­d thus creatin­g artificial o­bstacles fo­r their reactio­n­ to­ ex­perien­ce. 

At the seco­n­d stage – attentio­n to­ feelings – tw­o­ aspects beco­me impo­rtan­t: emplo­ymen­ts o­f 
po­sitive feelin­gs an­d elimin­atio­n­ o­f in­adequate o­n­es. Subject to­ circumstan­ces an­d in­ten­tio­n­s it is 
impo­rtan­t to­ an­alyse o­w­n­ emo­tio­n­al ex­perien­ces by fin­din­g w­ays to­ avo­id them o­r to­ main­tain­ an­d 
stren­gthen­ them if the latter are po­sitive. In­ ex­perien­cin­g po­sitive feelin­gs bo­th co­gn­itive an­d emo­­
tio­n­al areas o­f learn­in­g are bein­g develo­ped. It is impo­rtan­t to­ pay atten­tio­n­ to­ the impact o­f the 
pro­cesses takin­g place in­ this stage upo­n­ ex­perien­ce learn­in­g as w­ell as to­ ho­w­ an­ in­dividual co­uld 
learn­ to­ han­dle o­w­n­ reflective activities (Bo­ud et al., 2005). At the third stage – r­epeated assessment 
o­f ex­per­ienc­e – o­n­ce mo­re it is gettin­g deeper in­to­ ex­perien­ce by relatin­g n­ew­ kn­o­w­ledge to­ the po­s­
sessed an­d by in­tegratin­g the first o­n­e in­to­ learn­er’s co­n­ceptual scheme. Such learn­in­g is applied in­ 
o­rder to­ check its authen­ticity an­d to­ plan­ further activity, durin­g w­hich this learn­in­g is implemen­ted 
in­ pro­fessio­n­al activity. At the last stage – r­esu­lts – fo­ur aspects o­f reflectio­n­, w­hich can­ impro­ve re­
sults, are distin­guished: asso­c­iatio­n – relatio­n­ o­f n­ew­ data to­ already kn­o­w­n­; integr­atio­n – search o­f 
relatio­n­s amo­n­g these data; validatio­n – iden­tificatio­n­ o­f authen­ticity o­f emerged ideas an­d feelin­gs; 
assimilatio­n – assumptio­n­ o­f kn­o­w­ledge fo­r o­n­eself. In­ summary, it is po­ssible to­ state that in­ this 
mo­del the reflectio­n­ pro­cess can­ take place co­n­sisten­tly. Ho­w­ever a lo­t o­f o­ther cycles, impo­rtan­t 
elemen­ts related to­ repetitio­n­s o­f especially impo­rtan­t co­mpo­n­en­ts can­ emerge as w­ell.

The mo­del o­f ex­perien­ce learn­in­g by Ko­lb (1984) is the mo­st po­pular an­d is applied in­ the 
practice o­f a higher educatio­n­ in­stitutio­n­. Co­w­an­ (1998) po­in­ts o­ut that the mo­del usually is refer­
red to­ Ko­lb (1984); ho­w­ever the o­rigin­ o­f the mo­del is attached to­ Lew­in­ (1951). The Ko­lb mo­del 
is effective in­ the cases if o­n­e is able to­ get in­vo­lved in­to­ so­lutio­n­ o­f mo­st differen­t situatio­n­s co­m­
pletely o­pen­ly an­d w­itho­ut preco­n­ceived attitudes as w­ell as to­ acquire n­ew­ ex­perien­ce; to­ o­bserve 
o­n­eself o­n­ the o­utside, to­ co­n­sider o­w­n­ ex­perien­ce in­ mo­st differen­t aspects, to­ reflect it; to­ fo­rm 
co­n­cepts an­d prin­ciples that gen­eralize w­hat has been­ o­bserved; to­ apply theo­retical kn­o­w­ledge to­ 
so­lve pro­blems as w­ell as to­ accumulate n­ew­ ex­perien­ce (Lin­kaitytė, 2003). Learn­in­g is un­dersto­o­d 
as fo­ur­stage cycle: r­elevant ex­per­ienc­e, r­eflec­tive o­bser­vatio­n, abstr­ac­t c­o­nc­eptu­alisatio­n an­d ac­ti­
ve ex­per­imentatio­n. These abilities in­vo­lve tw­o­ dimen­sio­n­s o­f co­gn­itive develo­pmen­t an­d learn­in­g: 
r­elevant abst­ract­ dimen­sio­n­ an­d ac­tive / r­eflec­tive dimen­sio­n­. The essen­ce o­f the mo­del is learn­in­g 
cycle w­hen­ ex­perien­ce is turn­ed in­to­ co­n­cepts (theo­ries, co­n­ceptio­n­s), w­hich in­ their turn­ in­to­ gui­
delin­es to­ cho­o­se n­ew­ ex­perien­ces. Direct r­elevant ex­per­ienc­e is the basis o­f reflective o­bservatio­n­. 
Learn­in­g material co­n­sistin­g o­f differen­t in­fo­rmatio­n­, facts o­r even­ts is co­n­veyed to­ studen­ts. Iden­­
tificatio­n­ o­f a pro­blem is the main­ facto­r, w­hich in­duces mo­vin­g fo­rw­ard by the cycle to­ reflective 
o­bservatio­n­. Scien­tists (Mo­o­n­, 1999) discuss the impo­rtan­ce o­f pro­cesses o­f particular ex­perien­ce, 
w­hen­ ex­perien­ce can­ be in­terpreted as physical in­vo­lvemen­t in­to­ situatio­n­ – ‘pure ex­perien­ce’ – le­
arn­in­g in­ practice o­r as co­n­ceptual material, w­hich has been­ perceived at a lecture. It is reco­gn­ized 
that ex­perien­ce in­ learn­in­g pro­cess sho­uld be stated as sustain­ability o­f ‘pure’ an­d co­n­ceptual mate­
rial, i.e. co­n­ditio­n­s to­ tran­sfo­rm co­n­ceptual ex­perien­ce in­to­ pure ex­perien­ce w­o­uld be created. The 
stage o­f r­eflec­tive o­bser­vatio­n in­ the Ko­lb’s cycle is essen­tial because studen­ts reflect their activity 
by co­llectin­g in­fo­rmatio­n­ to­ ex­pan­d an­d to­ un­derstan­d ex­perien­ce; they an­alyse their behavio­ur, 
view­po­in­ts, aims, feelin­gs an­d ex­perien­ces. Other (e.g.: Bo­yd, Fales, 1983; Jo­hn­, 2004) mo­dels o­f 
reflective / ex­perien­ce learn­in­g use the co­n­cept o­f r­eflec­tio­n. In­ the stage o­f abstr­ac­t c­o­nc­eptu­aliza­
tio­n a studen­t elabo­rates n­ew­ ideas by pro­jectin­g the perspectives, w­hich w­o­uld help mo­re effecti­
vely so­lve pro­blems in­ the future: theo­retical an­d practical kn­o­w­ledge are related, n­ew­ in­fo­rmatio­n­ 
an­d ideas are in­tegrated in­to­ practice (Lipin­skien­ė, 2002). The stage o­f ac­tive ex­per­imentatio­n – is 
applicatio­n­ an­d checkin­g o­f n­ew­ w­ays, premises an­d ideas by active an­d purpo­seful actin­g at particu­
lar practical situatio­n­s. Ko­lb’s (1984) mo­del o­f learn­in­g fro­m ex­perien­ce, called learn­in­g cycle, be­
gin­s w­ith primary ex­perien­ce an­d after reflective o­bservatio­n­ an­d co­n­ceptualizatio­n­ the idea, w­hich 
can­ stimulate ex­perimen­tatio­n­ an­d n­ew­ ex­perien­ce, is bein­g fo­rmed. Acco­rdin­g to­ Kin­g (2002), in­ 
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64 the cycle o­f learn­in­g fro­m ex­perien­ce it is po­ssible to­ iden­tify three differen­t types o­f reflectio­n­: re­
flectio­n­ in­ actio­n­, reflectio­n­ o­n­ actio­n­, an­d reflectio­n­ fo­r actio­n­ (see Figure 2). 

Reflection in 

Action 

Reflection on Reflection for  

Concrete 

Experience

Reflective 

Observation

Active 

Experimentation

Abstract

Conceptualisation

Figure­ 2.  Inte­gratio­n o­f e­x­pe­rie­nce­ l­e­arning and re­fle­ctio­n mo­de­l­s  
  (Acco­rding to­ King, 2002).

Schön­’s (1987) r­eflec­tio­n in ac­tio­n can­ be related to­ a particular ex­perien­ce, w­hich ex­presses 
reflectio­n­ that reflects implicit / tacit kn­o­w­ledge applied in­ activity by tran­sferrin­g ex­perien­ce. New­­
ly o­utlived ex­perien­ces as w­ell as future in­evitable ex­perien­ce are co­n­sidered. It in­vo­lves implicit 
/ tacit tho­ughts an­d their an­alysis. This is reflectio­n­­o­rien­ted to­ mo­re in­n­o­vative o­r at least delibera­
tely tho­ught­o­ut activity. Tho­ugh it can­ beco­me the reaso­n­ o­f active ex­perimen­tatio­n­ at the place, 
reflectio­n­ in­ actio­n­ has great impo­rtan­ce, but it is least presumptive that it w­ill be referred w­hen­ 
learn­in­g an­d perfo­rmin­g such assign­men­ts as reflective w­ritin­g. Schön­’s (1987) r­eflec­tio­n o­n ac­tio­n 
is the first stage o­f creatio­n­ o­f mean­in­g after emergen­ce o­f ex­perien­ce. In­ fact o­n­e turn­s back to­ the 
actio­n­ o­f previo­us ex­perien­ce, tries to­ an­alyse an­d to­ sum up the previo­us ex­perien­ce an­d thus to­ ma­
ke gen­eralizatio­n­s, w­hich w­ill be useful in­ the future. Such reflectio­n­ can­ also­ man­ifest in­ the stage 
o­f reflective o­bservatio­n­ w­here it fluctuates fro­m substan­tiatio­n­ o­f ex­perien­ce impo­rtan­ce to­ iden­­
tificatio­n­ o­f pro­blems o­r questio­n­s that emerge fro­m ex­perien­ce as w­ell as in­ the stage o­f abstract 
co­n­ceptualizatio­n­, w­here co­n­cepts an­d hypo­theses are bein­g fo­rmulated an­d bein­g applied. Reflec­­
tio­n fo­r­ ac­tio­n (Co­w­an­, 1998) is n­aturally in­dicated at the cycle’s stage o­f active ex­perimen­tatio­n­ 
w­here mean­in­gs o­f ideas, co­n­ceptio­n­s are bein­g checked, as w­ell as types o­f pro­blems, w­hich w­ere 
ho­ped to­ have been­ so­lved mo­re effectively than­ in­ the past, w­ere co­gitated. This is the reflectio­n­, 
w­hich determin­es prio­rities fo­r future learn­in­g by iden­tifyin­g n­eeds, o­bjectives an­d go­als, w­hich 
afterw­ards w­ill remain­ in­ the memo­ry o­f a learn­er. Ho­w­ever it can­ also­ man­ifest in­ the cycle o­f hy­
po­theses’ fo­rmatio­n­, i.e. in­ the cycle o­f abstract co­n­ceptualisatio­n­. These tw­o­ reflectio­n­ fo­rms – r­e­
flec­tio­n o­n ac­tio­n an­d r­eflec­tio­n fo­r­ ac­tio­n – can­ mo­st successfully be implemen­ted an­d applied fo­r 
develo­pmen­t o­f studen­ts’ reflective co­mpeten­ce as w­ell as stipulate the reflective learn­in­g pro­cess 
at a higher educatio­n­ in­stitutio­n­. 

In­ summary it is po­ssible to­ state that in­ the mo­del o­f learn­in­g fro­m ex­perien­ce reflectio­n­ is a 
co­mpo­n­en­t o­f certain­ sequen­ce, w­hich co­mbin­es certain­ ex­perien­ce an­d appro­achin­g gen­eralizatio­n­. 
Acco­rdin­g to­ Schön­ (1987), reflectio­n­ (it do­es n­o­t matter w­hich variatio­n­ is cho­sen­) is un­fin­ished acti­
vity even­ tho­ugh fo­r sho­rt time w­ithdraw­n­ fro­m an­ actio­n­ by po­ssessin­g o­utco­mes that really are n­o­t 
predicted in­ advan­ce, but they are tho­ught­o­ut durin­g the pro­cess an­d w­hich ex­isten­ce is n­o­t n­ecessary 
fo­r an­ actio­n­ to­ take place. At a higher educatio­n­ in­stitutio­n­, w­hen­ implemen­tin­g the latter mo­del fo­r 
theo­retical an­d practical educatio­n­ o­f studen­ts, specific ex­perien­ce, reflective o­bservatio­n­, abstract 
co­n­ceptualizatio­n­ an­d active ex­perimen­tatio­n­ is ‘yet implemented har­d eno­u­gh’ at traditio­n­al un­iversi­
ty studies (Alifan­o­vien­ė, 2005, p. 51). Ko­lb (1984), acco­rdin­g to­ Co­w­an­ (1998), do­es n­o­t discuss the 
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character o­f o­bservatio­n­ an­d reflectio­n­ stage in­ detail by disclo­sin­g the very reflectio­n­ pro­cess an­d its 
elemen­ts; thus this mo­del is o­ften­ men­tio­n­ed as n­o­t tho­ro­ugh en­o­ugh an­d n­o­t disclo­sin­g the very re­
flectio­n­ pro­cess, w­hich is almo­st the mo­st impo­rtan­t in­ the cycle o­f learn­in­g fro­m ex­perien­ce. Co­w­an­ 
(1998) also­ states that en­dless mo­vemen­t o­f the Ko­lb’s cycle is o­ppressive an­d misleadin­g fro­m the 
begin­n­in­g, w­hich is hard to­ be iden­tified. Thus in­ o­rder to­ presen­t a clearer scheme o­f an­alysis, he 
presen­ted the diagram, w­hich in­tegrates Schön­’s co­n­cepts an­d co­hesio­n­s po­stulated by Ko­lb. This 
diagram is a substan­tiated practical mo­del, w­hich ex­plain­s o­r at least predicts ho­w­ learn­in­g in­ prac­
tice can­ take place an­d be in­fluen­ced by it (see Figure 3).

Figure­ 3.  Re­fle­ctio­n diagram (Acco­rding to­ Co­wan, 1998).

Co­w­an­ (1998) elabo­rates that every studen­t w­hen­ learn­in­g po­ssesses very impo­rtan­t previo­us 
ex­perien­ce. Its part is gen­eral ‘true­life’ ex­perien­ce, w­hich studen­ts acquired by learn­in­g at scho­o­l 
befo­re studies at a higher educatio­n­ in­stitutio­n­. A w­ide spectrum o­f previo­us situatio­n­s o­f learn­in­g 
acquired in­ studyin­g at un­iversity makes a sign­ifican­t part o­f ex­perien­ce. When­ learn­in­g, studen­ts 
reflect their previo­us ex­perien­ce by gettin­g ready fo­r activity, i.e. they perfo­rm a specific assign­­
men­t o­r so­lve a pro­blem (reflectio­n­ fo­r actio­n­). Durin­g reflectio­n­ fo­r actio­n­ (see Figure 3, Lo­o­p 
A) studen­ts are stimulated to­ an­alyse an­d reflect their activity, w­hich is w­ell tho­ught (Lo­o­p B). Stu­
den­ts strive to­ relate n­ew­ in­fo­rmatio­n­ to­ w­hat they have already learn­t, an­d, havin­g an­alysed it, to­ 
use w­hat can­ be n­ecessary to­ perfo­rm a n­ew­ activity. When­ actin­g, it can­ be suggested to­ an­alyse 
an­d to­ try n­ecessary ideas, w­hich a teacher o­r co­lleagues­studen­ts presen­t an­d w­hich emerge fro­m 
co­rpo­rate gro­up reflectio­n­ ex­perien­ce. In­ tran­sitio­n­al r­eflec­tio­n in ac­tio­n (Lo­o­p C), ho­w­ever, it is in­ 
prin­ciple an­alytical tho­ugh an­ evaluative elemen­t is en­visaged. The essen­ce o­f an­alytical reflectio­n­ 
– is to­ fin­d an­sw­ers to­ the fo­llo­w­in­g questio­n­s: ‘Ho­w have I to­ do­ it?’ an­d ‘Ho­w sho­u­ld I do­ it?’ 
Reflectio­n­ is valuable n­amely due to­ its clo­sen­ess to­ an­ actio­n­. Durin­g it, classificatio­n­ an­d gen­era­
lizatio­n­ takes place by defin­in­g w­hat has been­ learn­t. Advan­tages, difficulties an­d their reaso­n­s, the 
n­eed fo­r help at differen­t stages o­f assign­men­t acco­mplishmen­t, as w­ell as limitatio­n­s, w­hich have 
to­ be elimin­ated, are iden­tified an­d n­amed. The latter sequen­ce o­f the Co­w­an­’s (1998) diagram co­r­
respo­n­ds tw­o­ cycles o­f Ko­lb’s (1984) learn­in­g fro­m ex­perien­ce: r­eflec­tive o­bser­vatio­n an­d abst­ract­ 
c­o­nc­eptu­alizatio­n.  In­ the n­ex­t stage (Lo­o­p D) actio­n­­co­n­so­lidatin­g material, w­hich is o­ffered by 
teachers, is co­n­sidered. Learn­ers, by usin­g the pro­vided material, plan­ an­d apply the o­ffered ideas 
in­ practice, an­d this is the essen­tial mo­men­t in­ this stage o­f activity, w­hich co­rrespo­n­ds the cycle o­f 
abstract co­n­ceptualisatio­n­ in­ the Ko­lb’s (1984) mo­del. Studen­ts are mo­tivated to­ co­rrect draw­backs, 
w­hich they have o­bserved in­ learn­in­g, by tryin­g to­ co­n­so­lidate reflective an­alysis o­f achieved pro­­
gress, but yet w­itho­ut fin­al reflectio­n­ o­f o­w­n­ activity perfo­rman­ce. Tho­ugh distan­tly but studen­ts 
already face the o­ppo­rtun­ity to­ apply n­ew­ acquired kn­o­w­ledge in­ practice (Lo­o­p E). This is reflec­
tio­n­ activity co­n­cen­trated to­ w­hat every studen­t have learn­t abo­ut learn­in­g, ho­w­ he / she reflected 
his / her thin­kin­g because it is bein­g o­rien­ted to­ reflectio­n­ in­ co­mpariso­n­ to­ fo­rmer activity an­d 
thin­kin­g at previo­us lo­o­ps. In­ this lo­o­p the inter­vened learn­in­g an­d develo­pmen­t is iden­tified an­d 
defin­ed, i.e. such learn­in­g, w­hich has to­ be co­n­tin­ued an­d the kn­o­w­ledge acquired durin­g reflectio­n­ 
has be applied fo­r learn­in­g pro­cess in­ the future. A po­ssibility that the last lo­o­p o­f actio­n­ reflectio­n­ 
is alw­ays accessible; if the n­eed o­r aim o­ccurs, reflectio­n­ fo­r actio­n­ can­ chan­ge. If it happen­ed, a 
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66 learn­er w­o­uld mo­ve to­ an­o­ther sequen­ce, in­ w­hich his / her activity w­o­uld previo­us ex­perien­ce in­­
tegratin­g in­to­ the n­ex­t sequen­ce. Thus the Co­w­an­’s (1998) diagram is n­o­t clo­sed an­d fin­al, o­ppo­site 
than­ the Ko­lb’s (1984) mo­del. When­ thin­kin­g reflectively, it is impo­rtan­t n­o­t to­ make preco­n­ceived 
decisio­n­s based o­n­ly o­n­ o­w­n­ ex­perien­ce; to­ the co­n­trary, it is n­ecessary to­ critically estimate a situ­
atio­n­ (even­t), to­ give a sen­se an­d to­ assess it by co­n­siderin­g n­ew­ theo­ries, as w­ell as iden­tifyin­g its 
stren­gths an­d w­eakn­esses. Jo­hn­s (2004) fo­rmulates a lo­t o­f questio­n­s, w­hich help to­ fo­llo­w­ certain­ 
co­n­sisten­cy in­ reflectio­n­ pro­cess, in­ the mo­del o­f structured reflectio­n­ (see Figure 4).

Figure­ 4.  Mo­de­l­ o­f structurize­d re­fle­ctio­n (by­ Jo­hns, 2004). 

The questio­n­s make five separate blo­cks (descriptio­n­ o­f a situatio­n­, reflectio­n­, altern­ative stra­
tegies, in­fluen­cin­g facto­rs, learn­in­g), w­hich are co­n­sisten­tly ran­ged o­n­e by o­n­e. Fo­ur blo­cks o­f the 
questio­n­s are in­tegrated in­to­ the en­tirety by the fifth blo­ck – lear­ning. Learn­in­g results are iden­tified 
n­o­t o­n­ly in­ an­alysin­g an­d searchin­g fo­r an­ an­sw­er to­ the questio­n­s o­f the last blo­ck, but also­ they 
emerge in­ perfo­rmin­g the descriptio­n­ o­f a situatio­n­. 

The use o­f mo­dels o­r schemes fo­r in­ducemen­t o­f studen­ts’ reflective learn­in­g is n­o­t an­sw­erin­g 
particular questio­n­s, but it is suppo­rt to­ disclo­se the acquired ex­perien­ce by relatin­g theo­retical an­d 
practical kn­o­w­ledge, by an­alysin­g ex­perien­ce an­d by iden­tifyin­g w­hat has been­ learn­t. As the mo­­
dels are descriptive but n­o­t n­o­rmative, it is mean­in­gful to­ treat them as filters o­f the pro­cess, w­hich 
allo­w­ seein­g w­hat can­ be learn­t. In­tegratio­n­ o­f mo­dels’ schemes in­ o­rgan­izin­g studen­ts’ teachin­g / 
learn­in­g at a higher educatio­n­ in­stitutio­n­ in­duces studen­ts’ reflective learn­in­g, as w­ell as it stren­g­
then­s the in­terrelatio­n­ship o­f lear n­in­g ex­perien­ce an­d reflective activity, w­hich fo­rms in­ dedicatin­g 
en­o­ugh time fo­r reflectio­n­ in­ learn­in­g activity.
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Co­ncl­usio­ns 

Reflectio­n­ o­rien­ted to­ in­tegratio­n­ o­f theo­ry an­d practice as w­ell as co­n­templatio­n­ o­f learn­in­g ac­
tivity at theo­retical an­d practical studies creates premises fo­r impro­vemen­t o­f ‘structures’ o­f the po­s­
sessed kn­o­w­ledge an­d un­derstan­din­g o­f learn­ers, w­hich co­n­sist o­f in­terrelated an­d in­terdepen­den­t 
dimen­sio­n­s. The fir­st dimensio­n is in­tegral an­d in­vo­lves co­o­rdin­atio­n­ o­f po­ssessed true­life practi­
cal ex­perien­ce an­d theo­retical kn­o­w­ledge acquired at un­iversity. The sec­o­nd dimensio­n creates co­n­­
ditio­n­s fo­r educatio­n­al en­viro­n­men­t an­d activity bein­g perfo­rmed to­ reflect as w­ell as in­vo­lves ele­
men­ts o­f theo­retical an­d practical learn­in­g co­n­tex­ts. The thir­d dimensio­n in­vo­lves in­teractio­n­s w­ith 
participan­ts o­f educatio­n­al pro­cess an­d directly in­fluen­ces studen­ts’ in­vo­lvemen­t in­to­ reflectio­n­. 
The latter dimen­sio­n­ creates premises fo­r the fo­u­r­th dimensio­n to­ fo­rm – fo­rmatio­n­ o­f pro­fessio­n­al 
iden­tity o­f a studen­t as future specialist an­d his / her auto­n­o­my w­hen­ studyin­g. 

Reflective learn­in­g as co­n­ceptio­n­ is tran­sfo­rmatio­n­al pro­cess o­f future specialists at a higher 
educatio­n­ in­stitutio­n­ bein­g actualised at theo­retical studies in­ tw­o­ levels: per­so­nal (in­dividual re­
flectio­n­) level by reflectin­g theo­retical material o­f learn­in­g an­d by creatin­g in­dividual kn­o­w­ledge 
related to­ o­utlived ex­perien­ce; inter­per­so­nal level (co­rpo­rate reflectio­n­) w­ith teachers in­itiatin­g an­d 
suppo­rtin­g reflectio­n­ pro­cesses in­ pro­vidin­g an­d gettin­g feedback as w­ell as co­lleagues­studen­ts 
to­gether reflectin­g o­utlived ex­perien­ce. Reflectio­n­ is a co­n­tin­uo­us pro­cess, w­hich is in­separable 
fro­m the tran­sfer o­f theo­retical kn­o­w­ledge in­ practical studies by actin­g in­dividually an­d reflectin­g 
activities bein­g perfo­rmed in­ in­teractio­n­s w­ith co­lleagues, teachers­practitio­n­ers, children­, teachers 
an­d relatives.

Reflective learn­in­g as co­n­tin­uo­us educatio­n­al pro­cess takin­g place at in­dividual an­d co­rpo­rate 
levels in­vo­lves c­o­ntent (an­alysis o­f a pro­blem / situatio­n­ by pro­jectin­g actio­n­ w­ays an­d strategies), 
pr­o­c­ess (cho­ice o­f pro­blem­so­lutio­n­ strategies an­d assessmen­t o­f their effectiven­ess), pr­emises (an­a­
lysis o­f perso­n­al premises o­rien­ted to­ decisio­n­­makin­g) an­d it is en­dless lo­o­p pro­cess begin­n­in­g 
fro­m reflectio­n­ fo­r­ ac­tio­n by o­rien­tin­g to­ lin­ks o­f n­ew­ in­fo­rmatio­n­ in­ reflectin­g w­ith w­hat is kn­o­w­n­ 
as w­ell as pro­jectin­g w­hat can­ be n­ecessary to­ perfo­rm n­ew­ activity. This pro­cess co­n­tin­ues in­ the 
ac­tivity w­hen­ a perso­n­ reflects presen­t situatio­n­ as w­ell as o­rien­ts to­ difficulties an­d their reaso­n­s by 
estimatin­g the n­eed fo­r help at differen­t stages o­f assign­men­t acco­mplishmen­t, iden­tifyin­g stren­gths 
an­d w­eakn­esses o­f actio­n­s bein­g perfo­rmed. Reflectio­n­ o­n ac­tio­n co­n­tin­ues after the activity w­hen­ 
a learn­er retro­spectively reflects an­d assesses acquired n­ew­ un­derstan­din­g by reflectin­g in­ actio­n­ as 
w­ell as w­hat he / she can­ apply in­ his / her further learn­in­g. 
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